practitioners for improving the study and practice of leadership in the twenty-first century by first "transforming our understanding of leadership" (p. xv).
Finally, Senge's (1990) work about the importance of understanding ones mental models further underscores the relationship between definition and action. Elaborating on reasons for inaction, Senge argued that "new insights fail to get put into practice because they conflict with deeply held internal images of how the world works, images that limit us to familiar ways of thinking and acting" (p. 174) -e.g. older ideas of management rather than newer ideas of leadership. He writes, after referencing the work of cognitive scientists, "Our 'mental models' determine not only how we make sense of the world, but how we take action" (p. 175), suggesting again the link between concept (definition) and practice. He explained that the power of mental models is that they affect what we see, which then affects what we do. If we see management because our definitions are based on management images then we do management in leadership positions. Senge believes mental models both impede and create learning by dictating perceptions and behavior, contending that the 21 st century demands new mental models of leadership. He writes, "Just as 'linear thinking' dominates most mental models used for critical decisions today, the learning organizations of the future will make key decisions based on shared understandings of interrelationships and patterns of change" (p. 204).
Transformative Adult Learning Theory
Transformative adult learning theory further supported the seminar's definitional approach to teaching leadership. Specifically, the decision to use primary texts, along with critical reflection and discourse, corresponded to the basic tenets of transformative learning theory. Transformative learning theory builds on an adult education literature that assumes adults learn best when their experiences and preferences are honored and integrated into teaching and learning practices (Knowles, 1984) . Adult learning, like reflective learning, is grounded in "self-conscious awareness of how they (adults) come to know what they know;
an awareness of the reasoning, assumptions, evidence, and justifications that underlie their beliefs that something is true" (Brown, 2006, p. 3) . Transformative theory takes this a step further by bringing self-consciously critical reflection and discourse into the classroom. Experience remains primary in this view of adult learning, such that new information or points of view are merely resources in the learning process which is fundamentally "a social process, and discourse (that) becomes central to making meaning" (Mezirow, 1997, p. 10) .
The use of primary rather than secondary sources is an example of a transformative teaching practice because interpretation does not come from authority but rather draws on the experiences and variations in perspective available in the graduate classroom. The goal is to raise the possibility of changing the learner's habits of mind and point of view in some meaningful way by creating the conditions that help them reframe their experiences using the new resources. Primary sources are mined for their tacit assumptions, competing interpretations, qualities of argument and evidence, and alternative perspectives. Both written sources and the social discourse in the classroom make it possible for the learning adults to engage their own habits of mind and points of view in critically reflective ways.
Mezirow (1997) takes critical reflection and discourse on "one's taken-for-granted frame of reference" as "an indispensable dimension of learning for adapting to change" (p. 9). The critical habits of mind that include reflection and reframing meanings through social discourse create the possibility that experience in the graduate classroom can have the same transformative power that is commonly attributed to professional experience. Brown's (2006) discussion of transformative andragogy suggests that the instructional processes of leadership courses must feature attention to beliefs, create experiences, and give opportunities for reflection. She writes, "Transformative learning is a process of experiential learning, critical self-reflection, and rational discourse that can be stimulated by people, events, or changes in context which challenge the learner's basic assumptions of the world. Transformative learning leads to a new way of seeing" (p. 2).
Individual reflection and rational discourse with colleagues must be key components of courses aiming for transformative learning, for changing beliefs about what leadership is and is not. From our perspectives (Lyman & Gardner) , the seminar sessions became for the cohort members "extended and repeated conversations that evolve[d] over time into a culture of careful listening and cautious openness to new perspectives" (Brown, 2006, p. 3) . Confronted with the challenges of their positions of leadership, this openness to new perspectives coupled with their new definitions led them to see and enact new possibilities in their leadership practices.
The Scholarship of Teaching and Learning
The process of investigating graduate student learning resulting from critically engaging core definitions of leadership is an example of the Scholarship of Teaching and
Learning (Boyer, 1990; Shulman, 2004) . The scholarship of teaching and learning begins with the premise that "just as students must be actively engaged in formulating their own learning questions and thinking critically about them, so teachers must be actively engaged in formulating questions about learning and the impact of their teaching on it" (Cross & Steadman, 1996, p. 2) . Research that attempts to answer critical questions about teaching and learning becomes scholarship in two ways: first when faculty reflect systematically on teaching and learning; and second, when they make their findings public (Cambridge, 2001) . First, as a reflective set of practices, the scholarship of teaching and learning is situated within a broader tradition of autonomous adult learning by which a knowledge base for teaching and learning develops and is refined (Brookfield, 1991; Schon, 1983) . Second, by making the results of teaching and learning scholarship public, exemplary approaches and practices are disseminated and improved through peer critique. The dissemination of results situates this scholarship within a familiar faculty role as researcher. Reflective learning by faculty stands within the tradition of adult education that applies to both teacher and student in graduate level professional education.
Whereas the students testified in their final papers to the learning they experienced in the seminar, the process of writing this article contributed to our learning as teachers. From a SOTL perspective the article completes the reciprocal reflective learning cycle set in motion by student and teacher interaction. Next we present the seminar design, including participants, texts, teaching and learning practices. We conclude the section with a preliminary look at students' observations about effects of changes in their leadership definitions.
The Seminar Design
Whereas more typical leadership courses may rely on secondary sources and focus on the historical evolution of leadership theory, this seminar used primary source readings and focused on theoretical perspectives that have emerged in the past 30 years. The goals of the seminar as stated on the syllabus were:
Through dialogue with each other, seminar participants will review the mental models surrounding the traditional conceptions of leadership and will explore emerging ideas about leadership that have the potential to reculture schools. This seminar is designed to give participants the opportunity to develop further their own understandings of leadership through reflection and in-depth reading of groundbreaking books about leadership. Attention will be given to practical applications of the ideas explored, controversial topics, and issues associated with research on leadership.
The opportunity for in-depth reading and discussion of primary sources, processes of critical reflection required by the writing assignments, exploring the paradigm of constructive postmodernism, and focusing on developing and articulating one's own definition of leadership were key processes of the seminar.
Seminar Participants
The 
The Texts
Emerging leadership perspectives presented in the six required textbooks were: servant leadership (Greenleaf, 2003) ; leadership as adaptive work (Heifetz, 1994) ; constructivist leadership (Lambert, Walker, Zimmerman, Cooper, Lambert, M. D., Gardner, & Szabo, 2002) ; relational leadership (Drath, 2001 ); a post-industrial leadership paradigm (Rost, 1991) ; and leadership in a quantum age (Wheatley, 1999) . Each offers a different approach to defining leadership. Greenleaf's (2003) Heifetz (1994) acknowledges that "the way we talk about leadership betrays confusion" (p. 13). His position is, "Rather than define leadership either as a position of authority in a social structure or as a personal set of characteristics, we may find it a great deal more useful to define leadership as an activity" (p. She defines constructivist leadership as "the reciprocal processes that enable participants in an educational community to construct meanings that lead toward a common purpose of schooling" (p. 36). This is a redefining that situates leadership in "the processes among us rather than in the skills or disposition of a leader" (p. 42), with equity "deeply embedded in these patterns" of relationships (p. 44). Conversation is the central process in building patterns of relationships. Drath (2001) directly addresses what he calls the confusion surrounding our understanding of leadership. He writes, "At the heart of our current confusion about
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leadership is the persistence of a taken-for-granted idea about leadership. . . . I
propose that this persistent central idea is that leadership is something leaders possess as an individual attribute and, therefore, leadership is given by, created by, leaders. This is the idea of leadership that is causing our confusion" (p. xiv). Rather than a definition of leadership he advances three principles of leadership -principles "deeper than a definition, and . . . deeper than a leadership style" (p. 11). Drath believes that all leadership is a process of shared meaning-making.
Rost ( Both historical perspectives and categorical perspectives for defining leadership were presented, as well as examples of traditional and non-traditional definitions.
For subsequent reading assignments either one or two nights were allocated for discussion of each text. Participants wrote 3-5 page reflection papers in advance of these discussions. The reflection paper assignment required participants to center their papers on practical implications for educational leaders using two or three major ideas from the book under discussion. Varied seminar activities were built around the practical implications generated by the participants in these reflection papers. For example, after a video about Greenleaf (2003) provided a context for his ideas, participants wrote reactions to assigned passages from the readings, then compared responses in small groups, followed by a general discussion of Greenleaf's concept of servant leadership.
Problems in the participants' schools and districts were categorized according to Heifetz's (1994) adaptive versus technical challenges distinction, followed by group problem solving. Lambert et al.'s (2002) constructivist leadership ideas were explored using an adapted World Café format (Brown, 2005 
Student Observations of Effects of Changes in Leadership Definitions
The final Synthesis Paper required students to address what was learned about leadership from the seminar. Students were asked to compare and contrast the ideas about leadership with which they began and ended the class, and present an in-depth analysis of how and why their ideas did or did not change. They were asked to conclude the papers with their unanswered questions about leadership, and make recommendations for how the course could be strengthened. In the Synthesis Paper assignment students were not asked about whether changes in definition had affected their leadership practices. Nevertheless, comments from five of the participants noted effects of their changes in definition on their leadership practices, i.e., that their new definitions were beginning to have an effect on their leadership practices.
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The specific effects on leadership practices noted were: "I will certainly be more open to promoting shared leadership" (Amanda); "Personally I have tried Drath's three principles and have found that allowing leaders to emerge within the different levels of solving an adaptive problem is actually less stressful than trying to solve it by myself as a leader" (Cindy) ; "I have gained many interesting and useful ideas . . . and apply much of what was discussed in my current position" (Larry); "The author often catches himself doing something that was influenced by one of the authors read in the class" (John); "I began to reflect on how I could be a servant to my staff and set a goal to put this in practice at least once a day" (Madeline). These unexpected comments about changes in practice interested 
Lyman / ENHANCING LEADERSHIP EDUCATION 14 Evaluation of the 2005 Leadership Seminar
In presenting the data gathered to evaluate outcomes of the 2005 seminar we caution readers to consider the report as an outcome of a scholarship of teaching process, as an evolving evaluation designed specifically to gain insights about student learning that could be used to improve course design and teaching practices. Data presented are from the Final Synthesis papers of the 12 participants, and the Follow-Up Survey responses received from 11 of the participants. Not the result of a formal research process, the evaluation is organized around three questions important to teachers focused not only on learning of students but also on their own learning about powerful teaching. Three questions guided the exploration of student learning in the seminar:
1. What were the themes in the definitions of leadership with which participants began the seminar?
2. How did the participants' definitions of leadership change during the seminar?
3. How did the seminar experience affect participants' leadership practices?
Data from the Synthesis Papers provide answers into the first two questions, whereas data from the Follow-Up Surveys present participants' perceptions with respect to the third question. Themes in these two data sets were identified using constant comparative and content analysis procedures (Glaser & Strauss, 1967; Merriam, 2001) .
Evolving Leadership Definitions
Generally, participants' first day definitions of leadership, as reported in the Synthesis Papers, were typical of traditional leadership definitions. These definitions included getting others to do the leaders' wishes, focused on achieving goals, and featured linear processes. However, the final Synthesis Papers also contained their end-of-seminar leadership definitions, which were qualitatively different. All 12 seminar participants reported changes in their original understandings or definitions of leadership as a result of
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studying the work of selected leadership scholars from the last 30 years. In other words, their definitions of leadership changed during the seminar. It is possible that some of the changes reported could be attributed to a student's need to meet the expectations of change reflected in the course design. See Table 1 for a list of participants, their positions, and their descriptions of how their definitions changed. All names are pseudonyms. 
Major Themes in Original Leadership Definitions
Two major themes emerged through analysis of the original leadership definitions from the first class that participants restated in the Synthesis Papers. These themes were:
(1) having personal influence (11 of 12, or 91.6%); and (2) achieving goals (8 of 12, or 66.6%). Table 2 details how responses were distributed among the participants. Representative phrases. Comments illustrating the theme of having personal influence included: traits that "gain influence over others" (Sam); ability "to facilitate or manipulate a group" (Cindy); "being able to get others to follow you" (John); and "initiate a change in another person" (Matthew). Phrases that illustrate the theme of achieving goals included: move group "toward one common goal" (Cindy); "attainment of the goals of the organization" (Larry); "to see the vision completed" (John); and "to achieve goals within a specific timeline" (Madeline).
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Major Themes in End-of-Seminar Leadership Definitions
Analysis of their end-of-seminar definitions revealed quite different major themes:
(1) a focus on the moral imperatives of leadership (11 of 12, or 91.6%); and (2) building reciprocal relationships (11 of 12, or 91.6%). Table 3 provides more detail about participant responses. 
Perceptions of Continuing Effects of the Seminar
Although all 12 participants expressed willingness to respond, only 11 completed the 
Major Themes in Continuing Effects on Leadership Practices
Ten of the 11 who responded to the Follow-Up Survey perceived continuing effects on their leadership practices. Survey respondents were asked how their end-of-seminar definition of leadership had influenced their leadership practices in the past five months, including explanations and examples. Analysis revealed three themes: effects on handling of complex tasks (9 of 11, or 81.8%); effects on leadership style (6 of 11, or 54.5%); and effects on cognitive processes (5 of 11, or 45.5%). Taken as a group the responses represent experiences of 10 of the 11 participants who completed the Follow-Up Survey.
One person reported no effects on his leadership practices (Tom). Table 4 provides details on individual responses. Leadership style. When describing the effects of the seminar and their leadership definitions on their current leadership style, participants noted formal and informal differences: approached building leadership teams and leading a district strategic action planning team differently (Dave); relied on concepts of questioning, leading the conversation, and reciprocal learning to move staff closer to professional learning community, with them taking more active roles and letting their voices be heard (Stephanie); appointed a school improvement process group and turned them loose to work (John); conducted employee group interviews by asking questions and them mostly listening rather than talking, and turning problems over to those involved to solve (Madeline); changed decision making in department to involve more people and allow for free flow of information (Larry); and have a more relaxed leadership style (Matthew).
Cognitive processes. Explanations of how leadership definitions affected cognitive processes were: used as litmus test for framing communications and helped me decipher problems associated with issues (Chad); made me more willing and able as first-year superintendent "to step up and claim the leadership role that is rightfully mine" (John); gave me "confidence in my leadership precepts and frame of reference" and I became "comfortable with my self-defined leadership reality" (Matthew); learning and applying the concepts of questioning, leading the conversation and reciprocal learning (Stephanie); and merging the attributes of a manager with the concepts and practices of the servant leader (Madeline)
Other Influences on Leadership Practices
Learning does not happen in a vacuum, but is extended by the world of practice. The learning outcomes of leadership courses can either be supported or negated by other experiences. To explore that reality, the third Follow-up Survey question asked respondents how other experiences had affected their leadership practices in the five months since the end of the seminar. Responses to the question suggested a variety of influences, including that other learning resulted from both positive and negative experiences. Speaking of the challenges involved in transitioning from management to servant leadership, Madeline wrote, "The qualitative research course (EAF 415) gave me an opportunity to interview, observe, and document some of the changes in my organization.
Many systems are much better, but there is a tremendous need for improvement in the way we relate with our employees, the community, and the students." Documenting the changes was positive and allowed her to realize that the organization was "transitioning in a positive manner." Matthew elaborated about the effect on his leadership practices of the study of Freire and oppressors-oppressed dichotomies in a policy class (EAF 521). This has led him "to think about the continuum of place along a vertical and/or horizontal scale of leaders/followers, male/female. Gay-lesbian/straight, rich/poor, black/white, Hispanic/white, 
Connecting Leadership Theory and Practice
Whether leadership practice can be enhanced through graduate courses is a question that lingers. This article presents no final answer, but documents rather a definitional approach using emerging leadership theories perceived by students to be successful in theory that is focused on rationality, effectiveness, and efficiency of bureaucratic institutions, defining the education of leaders, for the most part, in terms of specific skills and performances that can be quantified" (p. 1). She referred to widespread calls for a different kind of school leader -"one whose actions embody justice, respect, ethical values, care, spirituality, and equity" (2006, p. 1). We certainly concur. The results of this seminar confirm that the content selected for study in leadership courses needs to move out of the industrial paradigm and display the postmodern complexity and diversity characteristic of the 21 st century. If we have as a field been disappointed in efforts to link leadership theory with practice, perhaps the fault is twofold: the content selected for study and the processes of that study.
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The We argue that it is also important to conduct research on student perceptions of how existing courses can better meet their. We understand the value of student critique in enhancing leadership education. The Synthesis Paper assignment for both Fall 2005 and Spring 2007 seminars asked students to include a critique of the course and provide suggestions to improve it. One Spring 2007 student saw the possibilities that come from critical reflection and discourse and how this fundamentally changed the teacher-student relationship in terms of power. This is a clearly postmodern perspective. When asked to critique the course in the text of her final paper, she wrote, I also thought it might be neat, though "chaotic" to allow each student to choose a leadership book of their choice to read for the class and write a reflection paper… How cool would it be for each of us to choose one that interests us and be able to apply it back to our other readings and course lectures? …What a great way to engage us in our own learning. We would be leaders in the class and sharing in the decision making of the course thus supporting the various leadership models presented in the course.
We anticipate that compiling all of the student suggestions, as well as our other ongoing experimentation with evaluation strategies to improve the leadership seminar, will be the subject of a future co-authored paper.
We have written this paper as an invitation to other faculty who work with the scholarship of teaching and learning to join the dialogue about how to enhance leadership practice. Our work offers one approach to enhancing leadership education. A recurring criticism of current programs is that they are not preparing educational leaders for the challenges facing them. This evaluation of our approach suggests that a leadership seminar with multiple opportunities for critical reflection and dialogue, and based on emerging leadership theories, rather than what has been the conventional managerial wisdom of the field, may be successful in preparing administrators to confront the challenges of educational leadership in a postmodern world. Leaders who will transform the world of 21 st century education must be critically reflective and engaged in an ongoing way with their own learning so that their understandings and leadership practices continue to evolve and change with the challenges.
